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issues serves an important function in the training of the student new to the field. 

After discounting existing theories and approaches in the search for an analytic framework, Serow arrives at a 
functional notion of tolerance. This is the disposition which allows people to work in a socially diverse 
environment for the pursuit of individual and common goals. Within the context of the desegregation movement 
in American education, Serow argues for sustained dai ly contact between children of varying backgrounds as a 
prerequisite for the development of cooperative tolerant behaviour essential to the well-being of a diverse, 
democratic society. In other words, the answer, which he finds in desegregation research, is in structured 
arrangements. He expands this framework of functional tolerance and intergroup relations to include Kohl berg ' s 
levels of moral development , and builds a typology of intergroup behaviour which allows him to classify levels 
of tolerant behaviour. Measured against this typology , Serow admits that the United States has a history of severe 
social and economic inequality , dysfunctional group relations and racial antagonism. This seriously undermines 
his original premise. In attempting to explain levels of tolerance or intolerance, he looks at the school which sets 
nonns for intergroup behaviour through its structure and climate, without actually identifying the origins of 
student attitudinal outcomes. This conclusion contradicts his earlier statements about the role of the school in 
affecting attitude formation. 

Two separate chapters describe certain policies and programs in American education designed to facilitate 
social integration - mainstreaming of the handicapped and multicultural education . Serow's discussion of 
multicultural education is the more interesting and productive in that bas ic issues in cultural and social diversity 
are highlighted. His discussion of the merits and deficiencies of multicultural education indicates clearly the lack 
of direction in multicultural policy in North America generally. Serow believes that multiculturalism has a place 
in the curriculum, but only as a supplement to it . Socialization should be towards something that is common to all 
students. The problem with this conclusion is that although minorities under the doctrine of pluralism being 
excluded from separate development means inequality, socialization that occurs towards a common culture is, in 
fac t, socialization towards a dominant culture. There is no socialization where all groups give up something 
equally for something common. Either way , minorities lose out. Commonality is an attractive idea, but no 
society works that way . It is an ideal prescription which overlooks power. 

It is in his concluding statement that a more realistic stance is taken. Serow questions whether Americans, in 
fact, want a tolerant society and are willing to make the necessary sacrifices to effect certain institutional 
changes, including the schools. Had the inquiry at the outset been injected with an element of scepticism coupled 
with a comparative perspective, what is a clear, well-written, succinct book would have not been undermined by 
an ideological, ethnocentric bias so common in American scholarship . 

Elaine V. Harasymiw 
Alberta Education 

Osborne , Ken , The Teaching of Politics: Some Suggestions for Teachers . Toronto: The Canadian 
Studies Foundat ion , 1982, 84 pages. 

The year 1968 saw the publication of What Culture ? What Heritage ?, which was a report of the inquiry 
organ ized by A.B . Hodgens into the teaching of Canadian hi story in Canadian schools. This was the largest 
investigation of any subject area ever conducted in Canada. Hodgens ' account of the stifling teaching methods 
and boredom and apathy evident in classrooms became known and led to many actions to correct the state of 
affairs . An emphas is on Canad ian Studies, initiall y sparked by Hodgett s' report, resu lted in the founding of the 
Canada Studies Foundation in 1970. Since that time , the Canada Studies Foundation has sponsored a series of 
projects across Canada th rough which curri culum materials and teacher resources are deve loped. This monograph 
- The Teaching of Politics- is a result of the project based at The University of Manitoba which concerns itself 
with the teaching of politics in elementary and secondary classrooms. 

Research in pol it ica l behaviour ind icates that the belief that formal inst ruction in politics will influence the 
thoughts and ac tions of persons in a society is somewhat uncertain. However, rather than suggest indifference or 
hopelessness, the current instruct ional notions support the need for the identification of more appropriate and 
reali stic approaches education might take in the teaching of politics. 

There is strong evidence to indicate that far 100 many students graduate from schools without having studied 
Canada's political system. They have vi rtually no idea of the system or how it works. There is also evidence to 
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indicate that young people are becoming increasingly cynica l about pol itics and po litic ians. Schools . as one of 
the agents of pol itica l soc iali zation are, by de fau lt , part ly responsible fo r thi s s1a1e of affairs. 

The monograph - The Teaching of Politics - addresses the general question of teaching polit ics to school 
stude nts. 11 argues that a particul ar kind of politica l educati on, stressi 1ig parti c ipation and critica l inquiry. is 
es enti al to any soc iety that aims to be democratic. The monograph begins by asking the questi on " Why Teach 
Politics?" and then goes on to describe the student s and what political understandi ngs they hold as a result of 
daily li ving. Chapter 3 reviews the approac hes 10 teaching politics and resulting curri culum as proposed by a 
varie ty of theorists and writers. Included are the issues approach as outlined in the Cmwdian Public Issues 
progra m; the concept approach as put fo rward in Fenton ' s Comparati ve Political Systems; the participation 
approac h as contai ned in Comparing Political Experiences; and the syste ms approac h. the best known version of 
which is that of Professor David Easton . 

The rest o f the monograph - chapter 4 through 8 - concent rate on the teaching of politics. It needs to be 
emphasized that the monograph concent rates upon the ''how '' rather than the ·'why'' of politi ca l education. In 
chapter 4 the writer emphasizes the need fo r teac hers to understand and accept students as ' act ive' learners who 
criticall y analyze the ideas presented and begi n 10 see their own ideas as worth examining. Teachers are urged to 
work with what students already know and then orga ni ze thei r teaching in terms of prob lems or issues to be 
explored (not solved, but ex plored). 

Chapters 5 through 8 e laborate on pec ific strateg ies which have been fo und useful by classroom teachers in 
the teaching of politi cs. In chapter 5 , the writer foc usses on the genera l strategy of d iscuss ion . He begins by 
pointing out the need for teachers to establi sh an appropriate classroom climate as the first and indispensab le step 
to fostering effective di scuss ion. The nex t step is 10 identify an issue for stud y about which students can 
reasonabl y be ex pected to have opinions. The author continues with practi ca l ideas which the teacher may follow 
in the conduct o f a varie ty of di scussion-re lated acti vi ties - group di scuss ion, di scuss ion- fl ow, group interaction. 
debate , the dil emma technique , the case stud y and the " dia logue" method. II is emphasized 1ha1 all student s can 
sustain a useful di scussion. 

A cluster of teaching strategies, known as simulation , ro le-play ing and drama . are presented in Chapter 6. 
These strategies are seen to be particul arl y appropriate to the teaching of politi cs because of the ir potenti al 10 
make learning experiential by providing for stude111 invo lvement and thereby poss ibly increasing students' sense 
of efficacy. This c luster of activi ti es is seen as having pedagog ical advantages 10 the teaching of politics . They 
give students respons ibility fo r the ir own learning, arouse involvement and partic ipation in a personal way and 
present a means to make abstrac t issues more concrete and hence more comprehensible to the learners . 
Considerable time is g iven to explaining how a teacher might design hi s/her own games or adapt ex isting games. 
The advantages and ideas for their use are proffe red for other dramatic devices including role-playing and drama. 

It is nex t to impossible to teach politi cs without using the med ia. Jn Chapter 7 the focus is on media and how 
med ia and politics are interconnected . W it h the knowledge explos ion it is imposs ib le to keep abreast of current 
po lit ica l issues wi thout the media. However, the media must be treated carefull y and analyzed rather than simply 
consumed . It becomes crucial that studen1 s be taught 10 approach them criticall y. The writer reminds the reader 
that he is dealing with teaching poli tics via the med ia, rather than teach ing about the media in thei r own right. 
Teachers are provided with ideas as to how to teach students to use the media simpl y as a source of information; 
how to look criti call y at the media ; how the media can, consc iously or otherwise . influence one's understanding 
of the news; and about the role and influence of the media in the political arena . Throughout. the freedom of and 
access to information is presented as fundamenta l 10 any system of democratic po lit ics. 

In the fin al chapter, the writer outlines the fo rms, underlying rationale, and possible sites for action projects as 
part of the stud y of po litics. In the first instance, student action projects may take place within their own school. 
The schoo l is seen as embodying politi ca ll y related concepts such as power. authorit y. sociali zation and 
dec ision-making. Student action projec ts outside the school can occur in at least five forms: ( I) vol untary service 
with social agencies; (2) community projects; (3) po lit ica l acti on with politica l parties or interest groups; (4) 
community study and surveys; and (5) internship in a community organi zati on. In all cases, such activities must 
be considered 10 be part of the conventional curriculum . 

The monograph has been compiled wi th the intention to produce materials for teachers and students in order to 
strengthen the teaching of politics in Canad ian schools. True , it does contain many ideas and a description of 
approaches and acti vi ties a teacher might use in teaching politics. I would suggest a major weak ness of the 
monograph is in its organization. At first g lance , the organi zati on of the monograph appea rs 10 be straightfo rward . 
However, I fo und on ly through careful , method ica l scrutiny was I able to se lect and ide n1i fy the suggestions. 
Act ivities are not class ified as su itable fo r use with elementary or secondary student . Excell ent ideas are 
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submerged in long rambling paragraphs or descri pti ons. The use of sub-head ings or titles 10 help the reader foc us 
on the key issues in each chapter would be useful. Unless a busy teacher is seriously commi11ed to the teaching of 
politics and takes time for careful rev iew of the monograph , much of what is contained therein wi ll remain 
uncovered and not be put to use in Canad ian classrooms. 

In summary, the monograph can be recommended to a number of constituencies: cert ainly to classroom 
teachers , especia ll y at the secondary school level, who are seeking ways to approach the teaching of politics in 
the ir classroo ms; to soc ial studies educators within school boards, government offices or uni versity confines; and 
lo the lay readership which seeks fo r some understand ing as to how education can contribute to the making of an 
acti ve, in fo rmed c iti zenry. 

K.G . Dueck 
The Uni versit y of Calgary 

Egan , Kieran , Education and Psychology: Plato, Piaget, and Scientific Psychology. New York 

and Lo ndo n : Teache rs College Press, 1983. 2 10 pp. $I6.95 (U.S .) . Ava ilable in Canada fro m the 

Guida nce Centre, Faculty o f Educatio n , U nive rs ity o f T oronto. 

Kieran Egan's latest contribution to education advances one of the most provocative arguments in educational 
theorizing to be seen for some time . And it is fa ir to speculate that it will leave educational psychologists talking 
to one another, if not to Egan, for a long time to come. For in this book Egan argues that educational psychology 
has not advanced the cause of education one whit , and that our continued reliance on the alleged " findings" of 
educational psychologists has been, and continues to be, pos itively pernicious. As Egan says: 

The argument of thi s book is that no psychological theory has , or can have, leg itimate implications for 
educationa l practice .. . I hope to show that the notion that one can move, however cautiously , along a line of 
implication from psychological - or other human or social science - theories to educational practice is 
mistaken, and in practice damag ing 10 education. (pp. ix,x) 

Egan beg ins hi s sweeping attack by fi rst distinguishing an educational theory from a psychological theory in 
the fo llowing way. An educational theory , according to Egan , consists in a set of normati ve prescriptions which 
answer the questions " What should we teach? How should we teach these things? When should we teach them? 
What should our end-product be like?" (p. I) However, a psychological theory , according to Egan, cannot 
legitimately answer these normati ve questions because its job is merely to describe (scientifically) what is the 
case with respect to " necessary constraints on our nature". If, and Egan stresses the " if", such necessary 
constraints on our nature could be discovered , then psychology would have some limited role in helping to 
answer some of the normative questions in educati on. However, the greatest portion of Egan's book is designed 
to show that psychology has come nowhere close to discovering such natural constraints on our nature, and is, 
therefore , effecti vely irrelevant to education, and educational theorizing. Indeed , Egan sets out his general 
argument in the form of a clear syllogism: 

Major premise. Psychologica l theories can have implications for education onl y if they describe constraints 
on our nature. 

Minor premise. No psychological theory at present describes constraints on our nature . 

Conclusion. Psychological theories at present have no implications for education. (p.1 25) 

Four of Egan's fi ve chapters are spent defending the premises of this argument in very interesting and 
illuminating ways. The longest chapter consists in a sustained criticism of Piaget and hi s fo llowers, arguing that: 
(a) whatever appears true in Piaget's theory does so because it consists of certain log ical tautologies (e.g. 
" children develop in stages"), (b) what is not tautological in Piaget's theory is unsupported by avail able 
empirical ev idence, and (c) the theory issues in contradictory prescriptions for teaching. In sum , Piaget has not 
di scovered anything that educationists need take seriously, and continued respect fo r Piaget can only stultify 
students and teachers alike . 

Aside fro m one chapter which praises (very uncritically in my view) the virtues of Plato's educational theory, 
the book concentrates on attacking many of the major paradigms of educational psychology that have appeared in 
the past fo rty years. Among those criticised are: behaviour modification (Skinner, Bandura , er al .), teaching 




